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The Eastern Education Journal seeks to present competent discussions of 
contemporary issues in education and toward this end generally publishes 
articles written by persons active in tne profession of education who have 
developed degrees of expertise through preparation and experience in the 
field. 
We are currently soliciting articles. All varieties of manuscript will be 
accepted. Research summaries, program descriptions.and book reviews are 
considered worthy; the Editorial Board, however, will give priority to 
original points of view and strong personal position papers. Controversy is 
welcome, and the editors hope to present a balance of pro and con articles 
on current issues in education. Manuscripts must be submitted to the 
Editor, Ronald Leathers, School of Education, Eastern Illinois University. 
1. Manuscript size should be limited to 3000 words or less; it snould be 
typed, double spaced, on 8 1/2 by 11 paper. Footnotes snould be kept to 
a minimum, and all footnotes and references must appear at the end of 
the article. 
2. Tne original and three legible copies are required; articles accepted for 
publication are read and approved by a minimum of three members of 
the Editorial Board. 
3. Each manuscript submitted should be accompanied by an 
identification cover sheet containing the following current information 
about each author: 
a. Name and official title 
b. Institutional affiliation 
c. Address, including zip code 
d. A statement whether or not the article has been previously published 
or is under consideration by another publication. 
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CONTRIBUTORS 
GLENN WILLIAMS completed his formal academic education at Ohio State 
University where he received his PhD. in Philosophy and Administration. Before 
coming to Eastern, he taught and held administrative posts in the Ohio public school 
system. Following his appointment to the Education faculty at Eastern in 1960, Dr. 
Williams moved through administrative ranks to become Dean, Student Academic 
Services and then, in 1970, he was appointed Vice-President for :tudent Affairs. He is 
an active lecturer and writer in his several fields of special interest. 
ANN E. JACKSON is a Professor in Eastern 's Department of Elementary, Special, and 
Junior High Education. Dr. Jackson served as first grade teacher in the Laboratory 
School for 13 of her 18 years service at Eastern~ She is co-author of the Heath 
Elementary Mathematics Program which is now in its second edition. She is author of 
numerous articles appearing in professional journals. During recent years, Dr. Jackson 
was instrumental in the development of materials for a Career Education project 
funded by HEW and she served as consultant for a state funded Career Education 
Program at Eastern. 
MARIAN H. SHUFF joined the Eastern staff in 1966 as Professor in the Department 
of Secondary Education and Foundations. Her previous experience included several 
years as a teacher in Kansas secondary schools and as the Director of Guidance 
Program at Kansas State College Laboratory School. During her active professional 
life, Dr. Shuff has worked to develop and strengthen the articulation of secondary 
methods courses and prc.,1.ab clinical experiences. For the past two years, she has been 
actively involved in launching a competency-based Secondary Eduation program on 
Eastern's campus. 
KENNETH SUTTON is Assistant Professor in the Department of Secondary 
Education and Foundations.He earned his PhD.at the University of New Mexico and, 
prior to his Eastern tenure, served as coordinator of the Trainers of Teachers of 
Teachers at the University of Pittsburgh and Carnegie-Melon University. Recently, Dr. 
Sutton has been involved in several workshops and projects relating to eduation for 
senior citizens, the most notable being the development of a minor in adult education 
which is now available to teacher education students at Eastern. 
DONALD G. CHRIST currently serves as an Education Consultant with the Illinois 
Office of Education. His duties center on assisting school districts in the areas of 
curriculum, state and federal programs 2 policy development 9 and a plethora of related 
activities. As a part-time Assistant Professor at Eastern, he teaches courses in the 
department of Educational Administration and Supervision. Prior to joining the 1.0.E., 
he served as a Vice-President of a Cummunity College, Head of a Behavior Counseling 
Section, Assistant to the Associate Dean in a School of Education, and teacher. Ur. 
Christ holds the B.S. and M.S. degrees from SJ.U. at Carbondale, and the EdD. from 
Indiana University at Bloomington -
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" ANDWHATOF THE FUTURE?'' Higher 
education simply doesn't enjoy the priority 
rating it had ten years ago. It is not so much 
a feeling of hostility as it is an atmosphere of 
ignoring what seemingly is easiest to ignore. 
SELF-INSTRUCTIONAL MATERIALS IN 
THE EARLY SCHOOL YEARS. Teaching 
reading prevails as a major educational 
problem. Dr. Jackson 1s experience provides 
the basis for a fecund review of the potential 
of programmed materials in the elementary 
grades. 
A MATTER OF OPINION. A recent 
resurgence of public attack on 11non-readers 1 ' 
in the schools, spurred by Newsweek (Jan. 
19,1976), has prompted a strong response in 
Dr. Shuff. Her speculations suggest a 
solution to the college problem which will 
no doubt prompt strong responses from our 
readers. 
MEANINGS OF LIFELONG LEARNING. 
The concept of lifelong learning has indeed 
made educators on every level conscious of 
the breadth of the clientele potential to 
them. I ts immediate consequence has been 
the removal of adult education from a 
peripheral role and its acceptance as a 
central part of education in general. 
:;CHOOL DISTRICTS, OMBUDSMEN, ANIJ 
PUBLIC EDUCATION. A composite of two 
articles reviewing the ombudsman concept as 
a new approach to communications in 
schools. 








"AND WHAT OF THE FUTURE?" 
GLENN D. WILLIAMS 
In an effort to get some sensitivity for not 
only the enrollment in four-year state colleges 
and universities in the fall of 1976 but also for 
attendance factors affecting enrollment. chief 
state school officers, in twenty-six states. were 
contacted through both questionnaire and 
direct interviews. Some of the information 
revealed by these contacts is widely known 
through the public media; much is not so well 
known. 
The respondents are representative of every 
area of the cowitry from Main to New Mexico 
and from Washington to Florida. While some 
declined to answer as many as one-third of the 
posed questions, the majority gave attention to 
all. Thrust of the inquiries was to first 
determine whether the state, as a whole, was up 
or down in enrollment then to determine what 
kind of support was being given to higher 
education in general. Finally, a range of 
supportive areas were reviewed, spanning from 
financial aids to centralization of control. 
Perusing the entirety of these results leaves 
one immediate impression that is not evident 
when taking the responses individually. Higher 
education simply doesn't enjoy the priority 
rating it had ten years ago. It is not so much a 
feeling of hostility as it is an atmosphere of 
ignoring what seemingly is easiest to ignore. 
This is true on the part of the population in 
general, and politicians in particular. Sensing no 
political hay to be made by supporting higher 
education, there is only passive recognition of 
educational needs in many legislatures. In still 
others, it is evident that some politicians believe 
there is political gain in actively opposing 
higher education. In at least one case, the chief 
state school officer complained that the 
public's attitude (and that of the legislature) 
toward students is centered in the late sixties 
(referring, no doubt, to student activism) while 
the attitude toward budgets is focused on the 
mid seventies. 
Regardless of the public's support or the 
temper of the times, no state reported a drop in 
the over all enrollment for the Fall of 1975 and 
only nine stated that any one institution within 
the state had an enrollment drop. While a 
number of institutions increased by over 1,000 
students, the average drop in the few reporting 
a decrease was 135. Taken in broad view, one 
might say that university enrollments were 
either stable or increased. 
Of some concern in the past has been the 
crossing of out-of-state lines to build up 
enrollments. An effort was made to determine 
just what the trend is in this respect. The results 
show an unusual split. Even though some states 
have attempted restrictions to assure that 
education dollars go first to local systems, the 
flow across state lines has not diminished much. 
This is particularly true for schools near state 
boundaries. Apparently there is a slight decline 
on campuses located on the perimeter. Some 
respondents said their state had enacted 
discouragement rules, but that liberalized 
residency laws and a tendency toward an 
increase in the number of emancipated students 
had pretty well negated the rules. The upshot is 
that we may conclude a slowed but continuing 
trend toward mobility and a student pool not 
restricted to the state in which an institution is 
located. Even with travel costs, the aforestated 
rules, and a general closure of supportive funds 
for out-of-state students, fully three.fourths of 
those reporting stated that the percentage of 
out-of-staters is either stable or on the increase. 
Half of the responding schools stated that over 
I 0% of their enrollment is out-of-state with two 
claiming as much as 25%. 
Even with the emphasis on Junior and 
Community colleges in most of our states, the 
majority of senior institutions reporting show a 
decided increase in first-time-on-campus 
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freshmen while transfer increases were modest 
by comparison. Whereas eight states reported 
that all of their institutions increased class size 
at the freshman level, only two said transfer 
numbers were up at all schools .. From a review 
of supplemental commentary, it is apparent 
that the chief school officers feel the four-year 
institutions are still the port of entry for most 
baccalaureate-Oegree-bound students .. 
With the money crunch comes an increase in 
the importance of scholarships. Many chief 
state school officers indicate that scholarships 
are getting a relook when it comes to middle 
class needs. Complained one, Hif you have 
nothing, we can give you everything, if you 
have something, we can give you nothing.'' The 
determination of need is largely the 
determination of scholarship eligibility, and the 
cut-off point for need in some instances is said 
to be too low, particularly in view of our 
galloping inflation. Eighty percent of the 
reporting states said there was no scholarship 
money for students showing no financial need. 
Twenty of the twenty-six states said they did 
have a state-wide scholarship based on need. 
One reporting officer ventured that there was 
need but it is not covered under the laws that 
exist. 
The average amount of total cost met by 
state-wide scholarship programs was reported as 
follows: nine said zero to twenty percent, two 
indicated from 21 to 40 percent and three 
replied 41 to 60 percent. Six schools did not 
supply these data which is consistent with the 
fact that six indicated no such program in the 
first place. 
Supplemental to the above, states were 
polled as to whether or not private colleges and 
universities are included in the state scholarship 
program. Eighteen indicated that they are, with 
four saying that they are not and four failing to 
respond. 
Of those indicating private school 
participation however, seven said that students 
attending private institutions cannot get the 
same maximums as those attending public 
institutions. No explanation was offered for 
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this difference but it is interesting to note that 
the average amounts awarded to the two groups 
were quite comparable. 
Ancillary to the junior-community transfer 
route was a report from two-thirds of those 
responding that 50% or more of their two-year 
institution students are pointed toward a 
four-year degree. It is generally accepted that 
about one-half of that number should actually 
be pointed in the direction of the 
baccalaureate. 
As the statistics cited above indicated, most 
freshinen enrollments were either modestly or 
sharply up. With the next-to~argest high school 
graduating class on hand in the fall of 1975, 
this is not surprising. What is surprising is the 
prediction offered for the future. Respondents 
were offered five graphs, depicting enrollments 
from 1975 through 1981. As can be seen, 
sixteen of the 25 responding chose a modestly 
increasing enrollment (state wide) for the next 
six years. This in the face of predictions to the 
contrary from almost every quarter. Of the 
remaining respondents, only one indicated a 
decreasing enrollment, two thought it would 
be stable and five indicated a sharp increase. 
There seems to be no lack of optimisim on the 
part of chief state school officers in the face of 
discouraging statistics. 
Governing boards appear not to share the 
optimisim, at least not in the same degree. 
Respondents indicated that the trend is away 
from campus control and toward more board 
control in anticipation of hard times needing 
board and depersonalized decisions_ Further 
they hinted that this control was tending to 
pass through their immediate boards and on to 
super boards at least once removed from 
immediate contact with the schools. 
If new, expanded and improved programs be 
the measure of readiness to meet greater 
numbers of students, then it is apparent that 
boards foresee not more but fewer students. 
While ten of the reporting states indicated that 
programs are approved on their merit, 
twenty-five state school officers said that 
programs are being approved at a much reduced 
rate and twelve further indicated that programs 
are being evaluated and cut whenever possible. 
Boards seem to have the public's backing in 
their hesitance to support new and expanded 
programs, increased budgets and staff 
expansion. Only five reporting states indicated 
that the public was supporting but at a lower 
level than in the sixties. Four stated that the 
public is somewhat supportive but largely 
indifferent; seven said the public is supportive 
of their existence but non ~upportive of 
budgetary. increases. There was no indication 
that the public is totally non-<upportive. 
Chief state school officers were asked to 
predict demand for various types of academic 
programs over the course of ten years. The scale 
ran from one as top priority to five as lowest 
priority. True to most recent literature, they 
rated job-centered offerings very high and 
liberal arts programs very low. The break down 





Job Centered (accounting, rec. director, sec'y, etc.) 
Vocational-Technical (2-74 and paraprofessional) 
Profess10nal (Dentist, Vet., etc.) 








8 Teacher Education 
Liberal Arts 
The one surprise was the relatively low position 
given to professional schools. With a reduced 
number of available students it may be that the 
attitude toward teacher education is quite 
realistic. If this attitude is reflected in actual 
choices amoung students, the job availability 
problem in the field may already be on its way 
to solution. 
Over all, the study did provide some insights 
which have not found their way into recent 
literature. To begin with, the increase in 
enrollments this past fall is even more 
wide-spread and pronounced than might have 
first been suspected. Secondly, the flow of 
students between states does not appear to have 
been impaired by recent economic or 
regulatory factors and has thus contributed in 
part to the over-all increase in some locales. 
Despite state proV1s10ns to encourage 
community or junior college attendance as a 
first step to a baccalaureate degree, a large and 
increasing number of students enter four-year 
schools. This despite the fact that over half of 
the students in two-year programs are bound 
for four-year schools. 
There has apparently been no major 
movement to adjust scholarship programming 
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to take into greater account the lower 
middle~ncome student. In view of this fact, 
those choosing private institutions have a 
further problem; they cannot expect the same 
maximum support as those attending public 
institutions. It is the case though that the 
average award in both public and private 
institutions is about the same. 
As a change in the available student pool sets 
in it appears that chief state school officers are 
more optimistic about the future than are the 
boards they work with. Boards are tending to 
centralize control, reduce programs, stabilize 
budgets and generally restrict institutional 
autonomy. Presumably, it is their feeling that 
less favorable times providing fewer dollars can 
best be met by control from the top and a 
unified approach. 
Pronounced feeling is apparent that 
job-centered offerings, adult education, short 
courses and retraining will take decided 
precedence over the more traditional college 
mode_ Throughout the study, the most 
interesting thing was the flavoring of optimism 
in the responses of the chief state school 
officers. In the face of reduced public support, 
shrinking budgets and a shift in the demand for 
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course offerings, they foresee a rise in student 
numbers and an increased need for higher 
education. Possibly it is the recent enrollment 
jump or the promise of an expanded student 
pool due to a shift in the traditional college age 
group that causes this. Then again, possibly 
they see non-statistical factors in the future 
which others don't. 
One thing the general picture of the state 
head officers cannot tell us is what will happen 
in Illinois and more precisely what will happen 
at Eastern Illinois University. In applying some 
of this data to the local situation and 
expanding on areas of greatest interest to us we 
find a somewhat modified situation. 
There was a time when the belief was abroad 
that "if we have students we will be all right." 
We can not safely assume that in light of very 
recent developments. 
First let us look at the prospects for 
enrollment over the course of the next ten 
years at Eastern. They are not nearly so bad as 
one might expect and not nearly so good as one 
might wish. If we assume an enrollment in the 
fall of 1976 of something slightly over 9,600, 
then we can expect a fall ,off of something less 
than a thousand students over the course of 
time between now and 1985. Of course 
economic conditions, scholarship monies, 
retraining, and state support of ongoing 
programs can make some considerable 
difference in this. 
The surprising thing about this figure is that 
the retreat from maximum enrollment promises 
to be rather measured, with no sudden drops in 
any given year. This conclusion assumes that we 
do our recruitment job, constantly look at what 
we are doing, and have an eye to capitalizing 
on our strengths and modifying as the market 
changes. 
The word "catastrophe" does not apply to 
our future unless we are unresponsive or simply 
let our recruitment organization go to pieces. 
This might ordinarily bode well for us, but the 
scene has changed and it is not numbers alone 
that will determine our future. 
It is the case that in more and more states 
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the available monies are going to determine the 
future of higher education, not the demand or 
the effort of any one institution. Consider it 
another way. The money the schools get for 
operation will not depend so much on how 
many people they have to serve as it will on the 
funds available in a given year, the attitude of 
the legislature, and the demands of other 
institutions in a given system. This is a turn of 
events that many are not yet aware of and 
which seems unrealistic to still others. 
One might quickly fly to the conclusion that 
it is therefore useless to stabilize enrollments 
since more funds may not be forthcoming 
anyway. That would be a dangerous viewpoint 
when it comes to implementation. While 
increased, stable, or very slowly receding 
enrollments may not bring about a 
commensurate reaction in monies, it is a 
certainty that a radical student reduction would 
stimulate a radical change in available funds. To 
look at it from another angle, while the 
institution may not get more funds for more 
students, any marked reduction in the number 
of students may well be an excuse to cut funds. 
The situation may be a little like swimming 
at the brink of Niagara Falls. "No matter how 
fast you swim, you simply make no headway, 
you just hold your own." The alternative 
though is far worse than putting out major 
effort for no gain. 
The picture may take turns and twists as the 
years (and even in some cases the months) pass, 
but this represents the outlook at the moment. 
TEACHER OF THE YEAR 
District nominations for Illinois 
Teacher of the Year are due in the 
1 llinois Office of Education on June 
15, Forms for nominations were 
sent to each school district April 1. 
Selection will be made during the 
summer and announced in the fall. 
SELF-INSTRUCTIONAL MATERIALS IN THE EARLY SCHOOL YEARS 
ANN E. JACKSON 
Entering first grade is the beginning of a new 
mode of life for children in our society. Adults 
have made this a time to fear or a time to look 
upon with pleasure with remarks about being 
"old enough to start school." What does this 
mean? Even though previous school experience 
was also a step into the unknown, now children 
entering first grade generally look with eager 
anticipation to this venture into a world in 
which an entire day is lived away from the 
shelter of home and family. 
For a long time good schools have been 
searching for ways to help individuals grow in 
their own way. Patterns of instructional 
organization and development of educational 
materials are constantly undergoing 
examination to determine ways in which 
teachers can help children learn. Emphasis has 
changed from the teacher as a transmitter of 
knowledge to the teacher as a facilitator of 
learning. 
Parents and teachers are constantly watching 
for ways to help children develop an interest 
and enthusiasm for learning. When new or 
different systems appear which have been 
carefully researched, most administrators 
encourage teachers to investigate the possibility 
of utilizing the materials. 
The Laboratory School at Eastern Il]inois 
University provided the population and 
facilities for teachers and pupils to utilize a 
variety of approaches to the teaching-learning 
situation. 
A pilot project utilizing programmed reading 
materials was oonducted during the middle 
1960's. The materials used were designed for a 
primary reading program which might vary in 
time from two to three years. 
As a result of a pilot study, the University 
Research Council and the Laboratory School 
funded a four-year research study to investigate 
the merits of a programmed approach to 
beginning reading, "An Experimental Study of 
a Programmed Approach Versus a Traditional 
Approach to Teaching Reading in Primary 
Grades." 
The project was the first of its kind in the 
Laboratory School. To reassure teachers that 
extraordinary demands would not be made 
upon them, existing routines were followed 
where possible. The only changes were in 
teaching methods for one year for each primary 
teacher and the addition of several standardized 
tests. 
Six primary classrooms in Buzzard 
Laboratory School were selected for the 
experiment. Incoming first grade classes 
constituting two classes of children at each 
grade level made possible a control and an 
experimental group each year. The population 
of the groups selected as control or 
experimental groups at the first grade level, 
continued as such throughout the second and 
third grades. 
The project for four years had one group of 
children as the experimental, using programmed 
modules, and one group of children as a control 
group, using a traditional reading program. To 
help alleviate any "Hawthorne" effect of 
teacher interest in one method or the other, 
each teacher used each reading method for one 
year. Although the experimental classes used a 
new and different teaching approach, 
programmed materials, no workshop was 
planned for teachers. The assumption was made 
by the researcher that experienced teachers can 
adapt to new materials without rigorous or 
extensive study time and teachers will work to 
the best of their ability despite their beliefs in 
the superiority of one method or the other. 
The study was clearly defined as an attempt 
to measure only the children involved in an 
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ongoing school environment. In this kind of 
research, as in almost any social research, the 
number of variables is so great that it becomes 
virtually impossible to make any attempt at 
total control. 
At times critics tend to reject findings of 
social research because of inconsistencies or 
uncontrolled influences. The researcher 
acknowledges the existence of some 
uncontrolled varia hies but feels they were 
sufficiently controlled to not invalidate the 
research. The only purpose was to make an 
attempt to determine if one approach to 
reading was superior to another in an ongoing 
school situation. 
In the first year of the study, one set of 
teachers taught reading using programmed 
reading materials for grades one, two, and three 
to the experimental group while a different set 
of teachers taught reading to the control group 
using traditional materials. To alleviate teacher 
bias toward materials in the second year of the 
study, teachers reversed their positions; those 
who had instructed a control group the 
previous year now taught an experimental 
group and teachers who had taught an 
experimental group now taught a control 
group. 
The statistical procedure used to analyze 
data was analysis of covariance. This procedure 
permitted the statistical adjustment of 
intelligence between the experimental and 
eontrol groups. 
Tests used to measure academic success 
indicated earlier success in reading for children 
using programmed materials. By the end of the 
third grade, however, no significant difference 
was found between the group who learned to 
read with traditional reading materials and the 
group who learned to read with 
auto-instructional materials. 
An unexpected finding appeared in test 
scores of general achievement administered at 
the end of the third grade. General achievement 
was greater for those children who learned to 
read using programmed materials. Even though 
reading achievement was comparable between 
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the eontrol and experimental groups and the 
reading test was a subtest, the total 
achievement scores were significantly higher for 
those children who were introduced to reading 
in the experimental, programmed reading 
materials. The researcher surmised that one 
possibility was that children who learned to 
read early were able to concentrate more effort 
on subject matter areas other than reading. 
The following table shows test scores in 
reading achieverrent and general achievement for 







California Achievement 3 .05 
California Reading Achievement 3 .05 
Gates Paragraph 3 .05 
Gates Word Recognition 3 .05 
California Achievement 2 .05 
California Reading Achievement 2 .01 
Gates Paragraph 2 .OS 
Gates Word Recognition 2 .01 
Gates Paragraph I .05 
Gates Sentence I .05 
Gates Word I .0 I 
Self-instructional materials used from the 
beginning years in school meet the child's need 
for success. Teacher and peer approval can be 
awarded in a multiplicity of other daily 
activities in social living. The opportunity to 
work alone at one's own pace and to experience 
success alone is a welcome change in the 
routine of a school day. 
Instructional organi1.ation of a class is 
determined by the teacher. The learning climate 
depends on the teacher's personality and ability 
to help develop learning experiences. Much of 
the teacher's time is spent in helping children 
develop good interpersonal relationships. The 
use of programmed or other auto-instructional 
materials permits the learner and teacher to 
have more time together for the exchange of 
ideas. Time is limited during the school day and 
many learnings take place only in a social 
setting. 
The task of helping children learn how to 
learn is a basic responsibility of a teacher. 
Children have acquired a quantity of 
information about school and its procedures 
which is frequently incorrect. Teachers need to 
help children understand that learning can take 
place only when the learner permits. We can 
describe the activities involved in a learning 
situation, the behavior of children in existing 
programs, and teacher preparation, but -we have 
limited knowledge about what happens within 
the learner. 
Particularly in the early school years, 
children are dependent upon adult direction. 
Teachers have the task of helping each child 
become oriented to a group situation while 
maintaining individual identity. In addition, 
teachers have the responsibility of introducing 
the child to the concepts suitable for that 
child's development. 
Auto-instructional materials permit the 
learner to advance at his own rate. The 
teacher's time is used to help the child learn 
how to use the materials and to help the child 
evaluate his own progress. The teacher is freed 
from the constant need to be alert to present 
material at what may well be termed crucial 
moments. 
Motivation for learning is usually present in 
children during early school years. As a child 
progresses in school, the motivation may be 
overcome by fears, one of the greatest being the 
fear of inadequacy and failure. Parents and 
teachers cooperate to allay the anxieties of 
small children and put forth great effort to 
identify the causes of anxiety. Children need 
the reassurance that their efforts are recognized 
and worthy. One of the most self-defeating 
situations arises when the child is uncertain 
about what is expected of him. 
Auto-instructional materials are so definitive 
that the learned need not be in doubt about 
what is expected in the way of response. 
In a traditional teacher-directed approach to 
learning, children are frequently limited by the 
necessity of listening to the presentation of the 
teacher. Listening habits vary widely; what is a 
distraction for one child may not affect 
another. Small children have a way of creating a 
disturbance in class when not interested or 
actively involved in an activity. Later, as 
individuals become more adjusted to the social 
situation, they have a tendency to tune out the 
speaker and adopt a passive attitude which can 
be mistaken for attention. The child who can 
adjust to a group situation by being a quiet 
conformer may be lost in the group. 
Intrinsic motivation is to be fostered from 
the first days of school. Learning has taken 
place in pre-school experiences for a variety of 
reasons. Children have learned to behave in 
certain ways because of the kinds of 
experiences and reinforcements they have had. 
School must provide learning experiences which 
are satisfactory in themselves. Young children 
frequently do not really know what they have 
learned. If teachers have not set objectives or 
given an evaluation, the children may not know 
that any learning has taken place. Programmed 
materials are so designed that a child can 
understand that he has learned by observing the 
step-by-step changes in his responses. The 
pleasure a child receives from success in 
learning is a motivating factor for future 
learning. 
Children enjoy the responsibility afforded 
them through self-instructional material. The 
adult is assuring the child that he, the adult, 
believes the child to be capable of learning by 
himself, and at a pace he finds satisfactory. The 
adult approval thus offered is a real motivating 
factor for any pupil. 
Discovery in the primary grades requires a 
careful setting and nurturing if children are to 
learn to enjoy working independently. The 
discovery method is a valuable tool to the 
teacher and learner. The young child also needs 
to learn to accept the chance of failure in front 
of one's peers when discovery method is used. 
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Auto-instructional materials are designed so 
that failure becomes a personal matter that 
does not lead to a dead end which requires the 
immediate attention of a teacher before 
resuming action. 
The materials used to supplement the 
traditional programs are often little more than 
busywork. The need for the "seatwork" occurs 
when teachers work with small groups within a 
class. Those children not with the teacher must 
be provided with activities which will keep 
them occupied so that the teacher is free to 
work without disturbance. The real learning for 
the children is to avoid overt disturbing 
behavior. It is virtually impossible for a teacher 
to provide meaningful material for children, 
helping them learn to control their social 
behavior and to work intimately with a small 
group at the same time. Fortunately, most 
children learn quickly to work quietly but 
much ]earning time might be wasted by the 
nature of the activities. 
Psychology tells us that reward is more 
effective than punishment and that for some 
children lack of praise i~ punishment. One 
major task of the teacher is to help children 
discover the satisfaction that comes from 
learning. The human in the classroom shares 
with the child the satisfaction which the child 
feels when he has completed a task successfully. 
Step-by-step development is reinforced by 
auto-instructional materials but the ultimate joy 
needs to be shared with the human most 
concerned. Teachers who are released from 
overseeing step-by-step progress have time to 
spend with children to discuss the ultimate, 
successful completion of a task. 
The attitudes toward learning that a child 
develops in his early school experiences will 
have a protracted influence on his school 
career. Learning experiences which are 
successful will engender continued interest and 
encourage self-motivation for future learning 
experiences. Working at a self- determined pace 
with materials that provide for self-instruction 
enhance the view of self. Young children, like 
adults, delight in the knowledge of their own 
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ability to succeed. 
Choosing the proper program for each child, 
understanding when to supplement the program 
with other activities, interest in the success of 
the child when he is not actively working with 
the teacher are some of the responsibilities the 
teacher assumes when using programmed 
materials with primary grade children. 
Self-instructional materials must be used with 
an understanding of their part in the total 
school program. The teacher will have more 
divergence among the children in the class when 
programmed materials are used; the pace will be 
determined by the learner not the teacher. 
However, the present design of programmed 
materials helps the teacher recognize in a more 
exact way the actual ability of each pupil in a 
subject matter area and permits greater 
opportunity for observing children as they 
work independently. 
Encouraging children to investigate requires 
materials which can be used in a learner's 
individual way. Positive reinforcement built 
into programmerl materials notifies the learner 
immediately that responses are correct or 
incorrect. If correction is necessary, explicit 
instructions are available. Materials which are 
programmed have definite goals which the 
learner can identify. If goals are definite then 
accomplishment is concrete and obseIVable. 
"There are many youngsters who learn 
happily and successfully in a structured, 
sequenced learning program, and the schools 
should provide that kind of environment for 
those who function well in it. Conversely, there 
are many other youngsters who require the 
time to explore leisurely without pressure and 
work out their own learning processes. 
Educators should provide options and that type 
of learning situation for them. 
A student's needs can only be met by 
permitting sufficient variation in the school 
environment so that each child may select his 
own way of becoming involved with 
curriculum, life, learning and people. If we are 
to meet student's needs, we must help each 
student to choose wisely so that he may learn 
how to help himself to learn. "2 
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NEW COURSES - SUMMER '76 
The following may be of special interest since these are either new or 
have not been offered in recent years. 
E LE 4775 Language and Language Arts in Early Childhood. 3 s.h. 
Normal language development in the young child. Techniques for 
developing specific language arts skills at the pre-school and primary 
levels. Assessment of pupil growth and achievement in language. 
Prerequisites: None. 
SPE 4750 Educational Assessment of the Pre-School Child. 3 s.h. 
The nature and characteristics of young handicapped children and a study 
of identification and assessment techniques for teachers of pre-school 
children. Prerequisites: Spe 2500 or concurrent enrollment. 
SPE 4760 Educating the Pre-School Handicapped Child, 3 s.h. 
The special need of the pre-school handicapped child. Teaching techniques 
and curriculum modifications related to perceptual. conceptual, and 
language abilities and the development of a healthy self-concept. 
Prerequisite: Spe 4750 or concurrent enrollment. 
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A MATTER OF OPINION 
MARIAN H. SHUFF 
Evidence seems to be appearing almost to the 
epidemic level that the generation now 
graduating from high school and coming into 
college cannot read. Wide publicity has been 
given to the fact that scores on the American 
College Tests, and the Scholastic Aptitude Test 
are annually falling behind previously established 
norms. While many reasons for this have been 
advanced, lack of the ability to read and the 
effect of television watching arc two that have 
been given prominence in the lay press. The 
Bureau of Advertising says th~ present home TV 
viewing averages six hours a day, (NEWSWEEK, 
Jan 19, 1976, p. 19) NEWSWEEK magazine 
recently had a story about why many students 
both in high school and college cannot write, 
and the conclusion was that when people 
cannot read, it follows that neither can they 
write. 
The members of the Board of Education of 
the city of Los Angeles must recognize that 
many of their students fail to read when they 
graduate from high school. Recently, that Board 
announced a policy that no diploma would be 
awarded to any student who failed to read at 
the functional level-the survival point--which 
was defined as being able to read directions, fill 
out job applications, and other similar 
activities. Because this would cause such a 
hardship on so many present students ready to 
graduate, the new policy would not become 
effective until 1978. (Hughes Rudd, CBS News, 
January 7. 1976) 
Quite by accident during the last semester, I 
found a college junior and one of my graduate 
students who were unable to read. I suspect 
that there are at present many more 
non-readers in my classes; they are skilled in 
keeping this fact from those around them, but 
otherwise function well in our society. 
Few members of my generation can 
comprehend what this means. Reading is so 
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much a part of our lives, and is so 
commonplace in our actions, that to be without 
the ability to read is absolutely beyond our 
emotional understanding, and probably only 
dimly understood at the intellectual level. We 
read for pleasure, for information, for vicarious 
experience, for emotional release. for coping 
with stress and for so many other reasons. What 
would we do if the printed page were not open 
to us? 
Yet, we need to teach, understand, guide. 
work with and live with this new TV generation 
who do not read. We need to face the fact that 
either they or we will have to change. They 
probably will not. The question then becomes, 
can we? The sheer numbers of students who 
not only do not get their information from the 
printed page, but who do not want to do so will 
undoubtedly force us to change. 
It is my observation that these young 
non-readers are smart, able to learn and are 
more experienced than their counterparts in my 
generation. One of the proofs of this that is 
germane to this article is that they have fooled 
us - - their parents, teachers, friends - - about 
their inability to read for so long. We had to 
wait for the tests. I have observed that they do 
have skills that seem well developed, and these 
are their abilities to talk, to express themselves 
orally, and to listen. They use words well in 
their speech. They can make themselves 
understood clearly and they have listened well. 
Perhaps our best approach to these young 
people who do not read is to join them. We 
surely do not want to '1ick them." Let us 
provide each one with his own tape recorder 
and expect him to talk into it about his 
questions, his observations, and his findings. We 
already let them use a calculator to figure their 
mathematical needs. Their tape recorder can 
become their means of communicating their 
ideas. 
Since all of their tape recordings will need to 
be translated, perhaps a whole new career will 
be developed for those few in this new 
generation who do learn to read and write. 
These few will become skilled craftsmen who 
can transcribe and interpret the tape recordings 
of those who are not readers and writers. Each 
non-writer will expect to hire the services of a 
writer, and will expect to have this life-long 
expenditure just as he now expects to support a 
car to give him life-long transportation. 
There is a parallel in 1976. Look at computer 
language-most of us cannot use it, but we 
expect to have our questions answered by it. 
The computer is programmed by those who do 
that skill, and usually that skill only, but the 
rest of us get our questions answered from the 
skill of those who can program a computer. 
Why not think that our non-readers can use 
technicians trained in reading and writing? 
Schools will have to use tape recorders. But 
more than any other change that will have to be 
made is the change in the type of use those in 
education make of television. It boggles my 
mind to think what could be done with the 
medium in the way of education for 
non-readers if TV in its present hit or miss way, 
with its emphasis on entertainment, has been 
able to do as much as it obviously has done for 
students now under 25 years of age. 
So I wonder if our generation of teachers; 
schools; and educational institutions will accept 
things as they appear to be going, and 
concentrate on teaching with TV; tape 
recorders; calculators; and computers, and 
provide professional schools for the talented 
ones who chose reading and writing as their 
career. Well, it's a matter opinion. 
HIGHLIGHTS 
The "Dean's lecture Series" was launched recently on Eastern's campus, 
and it shows promise of becominr an intellectually stimulating annual 
event. At the invitation of Dean Harry Merigis, Dr. Donald Gill, 
Superintendent of Schools, Volusia County, Florida, delivered the first 
lecture in Buzzard Auditorium on April 30. Dr. Gill was formerly 
Professor of Education and Principal of Eastern's Laboratory School; he 
left Eastern in 1974 to return to the hard realities of operating a public 
school system. His address was appropriately titled, "A Return to 
Reality." Dr. Gill's remarks unfolded a personal, earthy, often frightening 
journal of the major problems which he has encountered in two years as 
superintendent of a county system with a $50,000,000 annual budget and 
a constituency replete with special interest groups from all points on the 
social, economic, and political spectrum. The full text of his lecture will 
be printed in the Fall, 1976 issue of the Journal. 
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MEANINGS OF LIFELONG LEARNING 
KENNETH SUTTON 
Introduction 
Most people today associate lifelong learning 
with the current renewal of interest in adult 
education. This is only natural. because recent 
aging of our nation's population has introduced 
economic conditions involving the vested 
interest of educators. 
In conformity with inductive views of 
learning, this paper will begin with a treatment 
of the most familiar meaning of lifelong 
learning, considering the concept in terms of its 
expansion of the clientele of professional 
educators. Closely related to this, of course, is 
the new legitimacy being attained by adult 
educators. 
However, most people are missing other 
important meanings of lifelong learning. These 
pertain, as does the concept, to every age 
group; and they challenge every theorist and 
professional practitioner in education. 
Most of these are connected with the new 
developmental basis-a considerably broadened 
basis--that lifelong learning implies. It not only 
affects the extent of the developmental process 
we can conceive, but it notably changes the 
way its stages may be interpreted. the last and 
greater portion of the study will treat these less 
obvious meanings of lifelong learning. It is more 
important both because it is noticed less and 
because it applies to educators of all age groups. 
Lifelong Learning: An Expansion of Clientele 
The rn,aning of lifelong learning that is plain 
to everyone is that the term "student" can be 
applied to everyone, in principle at least. At the 
present time this idea is gaining international 
support and some significant local support. 
UNESCO's document, Learning To Be, is 
essentially a report of the International 
Commission on the Development of Education. 
It indicates the extent of commitment to the 
lifelong learning concept in this phrase: "We 
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propose lifelong education as the master 
concept for educational policies in the years to 
come for both developed and developing 
countries." 1 
The foregoing is not merely a public 
relations statement with no tangible results. A 
prominent figure in the contemporary 
development of adult education in this country 
describes the world-wide response to the 
proposal as an international movement that has 
spread with "surprising speed." He cites, in this 
country, Phi Delta Kappa's Commission on 
Curriculum Models for Lifelong Education, and 
the significant number of USOE conferences on 
the facilitation of the concept. He docs not fail 
to include attention in respectable journals and 
curriculum developments in a great variety of 
institutions serving adults. He claims there is 
even greater interest in France, Germany, 
Japan, and Scandinavian countries, concluding: 
"The depth and extensiveness of these 
developments in only a few years convinces me 
that we are talking here about a truly 
revolutionary movement, not just another fad." 
2 
The idea of lifelong learning is not only 
enjoying official international support and 
actual implementation in several countries; 
recent constitutional developments in Illinois 
provide a local legal basis, as do current 
interpretations of the educational leadership of 
the state. The Constitution recently adopted 
sets no age limit on free public education 
through the secondary level; and Joseph M. 
Cronin, State Superintendent of Education, 
regards this as having great significance for the 
education of adults in the state. 3 
Cronin clearly bases his support of expansion 
of adult education services upon population 
shifts in the last decades, noting that 
population projections currently used by the 
state imply that "The classrooms constructed 
to contain the baby boom will hold 20 per cent 
fewer students" within ten years from now. 4 
As one might suspect, he views this as a 
situation fraught with severe challenges for 
public educations. At the same time, as is 
frequently the case with challenge, he regards 
the phenomenon as an opportunity. It is an 
"opportunity to open the schools to the 
typically unserved, provider of education-the 
adult taxpayer." 5 
Thus, the concept of lifelong learning has 
made it possible, on the state level, to conceive 
of education in such a way as to permit adult 
education to "take up the slack" caused by the 
diminishing numbers of "school aged" children. 
It allows us to think of education for everyone, 
regardless of age. 
All of this has not failed to affect the teacher 
training of adult educators. Stanley M. 
Grabowski reflects the current concern about 
the "lag" in intentional preparation of persons 
to teach adults by noting the strange contrast 
between hiring practices of educational 
administrators of elementary and secondary 
teachers, and those of teachers of adults. The 
former require special level-oriented 
preparation and certification. The latter do not. 
He adds: "The ideal would be to have full-time, 
professionally prepared teachers of adults. At 
present, there is little likelihood that teachers 
of adults will have a pre-service education for 
the task." 6 
In spite of the pessimism of his complaint, 
Grabowski notes that "a handful of states have 
recently started requiring special teaching 
credentials or professional preparation for 
teachers of adults." 7 Locally, without such 
state requirements, we have already passed such 
a program with considerable pre-service 
potentials. The School of Education at Eastern 
Illinois University will offer an Adult Education 
Minor in the Fall of I 976. 
The foregoing indicates that the concept of 
lifelong learning has indeeed made educators on 
every level conscious of the breadth of the 
clientele potential to them. Its immediate 
consequence has been the removal of adult 
education from a peripheral role and its 
acceptance as a central part of education in 
general. 
However. the idea that everybody is a learner 
means more than the legitimacy of adult 
education. It implies that educators - on all 
levels - are also designated as learners. 
University professors are to have their 
pontification licenses revoked, and are to share 
the humility of those who are still seeking 
knowledge, development, and wisdom. On the 
official level this may entail inservice work, 
very much akin to that commonly experienced 
by educators in the public schools. 
Lifelong Learning: 
A Different Developmental Basis 
To date the concept of lifelong learning has 
given new acceptance and vitality to adult 
education. Soon it may provide support for 
in-service development of professional 
educators on all levels-even official. 
nonvoluntary development of this sort. Yet. it 
has other important meanings that .mtybe even 
more significant; for these apply to everyone in 
education, regardless of clientele ages. 
Primarily, the idea of lifelong learning 
broadens the developmental foundation of 
education to include the total cycle of human 
existence. "Human Growth and Development," 
a foundation implemented in so many teacher 
education courses across the nation, is to be 
expanded to: "Human Growth, Aging and 
Development.'' 
Formerly, when so many regarded education 
as the preparation of the young for successful 
adult life, it was possible to concentrate upon 
the stages and dynamics of expanding roles and 
abilities. Of course, those who have worked 
with the aged understand that many vital roles 
and abilities must often be surrendered in late 
life, both for physical and social reasons. 
Perhaps some "replacement" roles are 
discovered by those who age best; but 
surrender, nevertheless is required to some 
extent in all aging. 
Death. the ultimate surrender, awaits 
everyone. We can ignore it--literally make 
ourselves ignorant of its inevitable 
approach-but as Carl Jung put it: "An old man 
who cannot bid farewell to life appears as 
feeble and sicldy as a young man who is unable to 
embrace it .n 8 
The concept of lifelong learning encompasses 
growth, aging, and death. It means that we can 
no longer put extreme emphasis upon the 
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increasing ability to adapt our environments to 
our needs in our educational goals and 
accompanying practices. Adjustment to 
necessity-the stoic ability to accept certain 
negative consequences with bravery and 
grace---should be a part of our educational aims, 
just as it is one of the demands of successful 
living. 
The extent of the influence of the former 
developmental basis of education is indexed by 
the occasional failure of John Dewey-one of 
the great contributers to the development of 
the lifelong learning concept--to balance the 
aim of adapting the environment to our use 
with that of adjusting to the demands of the 
environment. 
Dewey believed in breadth of perspectives, 
devoting much of his career to battle against 
dualism in philosophy. However, having 
attacked the mind-body dualism, he noted that 
there were some distinctions he would permit. 
Among these was the distinction "between that 
which is expansive and developing ... and that 
which applies only to the uniform and 
repetitious." 9 While he certainly admitted the 
existence, and perhaps even the occasional 
necessity of experience that is not forward 
movement, there is no doubt in the way the 
statement is phrased that he gave much more 
emphasis to the .. expansive and developing" in 
his aims. 
Dewey did permit adjustment in his 
epistemology. (otherwise, what does one do 
when an experiment fails?) Yet he went so far 
in occasional statements to suggest that his 
reconstruction of epistemology would eliminate 
the more passive functions of the senses: "The 
senses lose their place as gateways of knowing 
to take their rightful place as stimuli to action." 
IO 
Thus, even the great champion of ongoing 
experience was the occasional victim of a 
narrow vision of human existence and 
development. The concept of lifelong learning, 
strongly implying that only the total life cycle 
can serve as the developmental foundation of 
educational thought and action, certainly 
maintains a place for emphasis of growth and 
initiative. These J!ll1. a part of successful living. 
However, so are the abilities to conform and 
adjust. Lifelong learning implies a balance 
between adaptation and adjustment, just as 
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one's total life demands a balance between the 
exercise of these abilities. 
Those who teach students of~ age should 
be careful to facilitate admiration and pursuit 
of adjustment to necessity just as much as they 
facilitate admiration and pursuit of adaptation 
of conditions to human desire. Failure to 
achieve this balance from an early age may 
result in the inability of retiring persons to 
accept a necessary role change or to appreciate 
themselves after that point in their lives. Having 
valued the vigorous and official participation in 
productive work much of their lives, and having 
formed no leisure-Oriented values, their 
adjustment ability will be retarded if at all 
extant. 
Also, the lack of balance could contribute to 
the continuation of the "generation gap" 
phenomenon. The young, not perceiving 
themselves as participants in the total rhythm 
of life, will fail to appreciate even those older 
persons who are aging bravely and gracefully. 
Aging will be seen as an unusal disease rather 
than a natural part of everyone's existence. 
Finally, failure to exhibit a balance between 
adaptation and adjustment in our aims and 
implementations will encourage a continuing 
worship of youth and vigor by persons of all 
ages in our society. Even the young are often 
"snowed" by the extent of the current pressure 
for success, suffering depression quite 
unmerited by degrees of failure evident. 
To some who have maintained a narrow 
developmental foundation for their educational 
activity, the mere addition of adjustment to 
necessity to any list of education aims will seem 
"anti-American." Even if this were granted (and 
it isn't) it is by no means anti-life: for the total 
cycle of our existence, which must be taken 
seriously if we think of learning as a lifetime 
enterprise, requires it as much as it requires 
creative arrangements of conditions to human 
desire. 
Lifelong Learning: The Extension of 
Adult Education Downward 
An interesting means of distinguishing 
childhood from adulthood is offered by Van 
Cleve Morris and was implicit in the work of 
Existentialist forerunners. In a discussion of 
"The Existential Moment," Morris notes that 
there is a point in life, often suddenly 
experienced, when one becomes aware of self. 
opuons of selfhood, and responsibilities to 
choose and bear consequences of various modes 
of being. Prior to that time, self awareness lacks 
intensity, and one does not associate results of 
action with choices made about what to 
be ... one does not yet feel responsible. 
Admitting that the foregoing developmental 
attamment is highly individual, due to the 
subje~tive freedom inherent in its conception, 
Morns nevertheless ventures a relation of the 
event to typical age designations of current 
American education: 
The significance of the Existential 
Moment is that it occurs at 
approximately the halfway mark of the 
conventional twelve-year educational 
career of the youngster in the United 
States. I should judge that for most 
young people the Moment strikes in the 
late elementary or junior high school 
years. 11 
The view maintained by Morris coheres well 
to observations of many parents and teachers. 
They would hesitate to offer choices of 
monumental consequence to very young 
children on the grounds that such persons are 
not yet responsible. 
Parents and teachers of the very young have 
observed that their charges may not even be 
able to survive apart from their care. They 
would harm, perhaps kill themselves apart from 
adult supervision. They frequently shift the 
blame for something they decided to do, saying 
"He caused me to do it!" rather than 
acknowledging their own willing participation. 
Curiously, when elementary and secondary 
schools are contrasted, the reverse of the 
foregoing view of developmeiitis evident. 
Flexibility of choice is often offered in early 
schooling, while greater direction and effort to 
control is more typical toward and during 
secondary education . .at a point when most 
students are becoming aware of themselves and 
are beginning to connect consequences of 
action to their own choices. This might at least 
partially explain the rebellion and frustration of 
the "losers" of the secondary school "game." It 
might also explain the strange disappearance of 
the initiative and sense of personal 
responsibility currently observed in many of 
the "winners" when they appear in college or 
on the job. We turn children loose, and try to 
make young adults return to a kind of infancy 
when they should be able to make significant 
choices and bear the results. 
There is at least one other important 
meaning implicit in the recognition of this 
phase of the life cycle: Compulsory education 
may make sense for children not yet 
self-conscious and responsible, but it is not 
tenable for most secondary-aged young adults .. 
We can (and do) call it "baby sitting" or 
"policework." Whatever it is, it has all but 
destroyed secondary schools for decades. Those 
who don't want to be in school disrupt the 
education of those who do; and it is these 
disruptive ones who consume the energies of 
teachers and administrators who would much 
rather offer them to students who are 
reasonably willing to learn. 
If Morris is right, and the author is convinced 
that he is at least basically right, most 
secondary students have begun a stage of life 
where they have become capable of connecting 
their actions with their decisions. Their 
decisions could be wrong ( they are new at it 
all), but at least they can know they made 
them. If this is so, we do not help their 
development if we shield them from all 
significant decisions. 
If the foregoing is correct, secondary aged 
students should be allowed to decide whether 
to be in school or not. Any forthcoming 
consequences should be theirs to bear too. It 
will be plain to each m._must live with choices 
made. All of this will properly reflect the 
developmental level attained_ the Existential 
Moment that is a sign of the beginning of 
maturity (as is the physiological maturity 
reached at this point in life). 
The school doors need not be closed to those 
who have once (or twice) chosen to leave. Why 
not begin adult education in young adulthood? 
As in adult education, entry and exit would be 
up to the clients; and the clients might be of any 
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or all ages beyond childhood. Best of all, there 
would be minimal babysitting and police work, 
and maximum educational effort. After all, the 
strongest indication that we have been 
.. reading" development wrong on the secondary 
level is student rebellion against it. 
Some may note that the author is neglecting 
the "stage•· of "adolescence." Adolescence is a 
myth of American cultures; and no small part 
was played by the design of our educational 
system in spinning the myth. Physically, one is 
usually an adult at high school age. In many 
countries one assumes the responsibilities of an 
adult at that age. 
An important reason why many American 
cultures invented "adolescence•· is that they 
distinguished "school-aged" persons from 
"working-aged" persons. This v.1as easy to 
picture in compulsory education laws, because 
education was (then) viewed as a preparation 
for adulthood, and adulthood was, in turn, 
defined as a period when one was no longer 
preparing, but doing (i.e. when one became a 
worker or worker's mate). 
Now, the concept of lifelong learning permits 
us to see everyone as a learner-as in 
preparation-regardless of age or intensity of 
employment. The assumptions that made the 
"stage" of adolescence imaginable have been 
replaced by those of lifelong learning. 
While Morris and Forerunners in the 
development of Existentialism have made a 
contribution to our understanding of what it 
means to be an adult, their philosophy has 
limited interest in the whole of the cycle of 
human life or education. Morris admits this 
when he concludes; "Thus when Existentialists 
speak of an educational theory, they will refer 
to a theory having its orientation and focus 
primarily upon the secondary phases of 
learning." I 2 
It is strange that a philosophy devoted 
almost exclusively to Ontology should offer 
such a narrow view of human existence. Having 
illuminated a crucial aspect of human 
development, it makes its contribution to 
"adults only." 
S11mmary 
"Lifelong learning" has already plainly 
revealed that it represents an expansion of the 
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clientele of education in the current renewal of 
interest in adult education. A related meaning 
not yet realized is that educators on all levels 
are to be conceived as education clientele . 
The concept also implies that the proper 
developmental basis for education can be 
nothing less encompassing than the total cycle 
of life. This cycle clearly displays rhythms of 
adaptations of conditions to human desire, and 
adjustments of desire to necessary conditions. 
Both skills should be reflected in the aims and 
facilitations of schools on every level. 
Finally, lifelong learning suggests a new 
meaning of adulthood. Since all are constantly 
preparing, in one way or another, the special 
category of adults-still-in-school called 
"adolescence" is no longer tenable. Adult 
education, with its voluntary modes of entry 
and exit, should be extended "downward" to 
include all secondary students. 
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NEW COURSES -SUMMER '76 
The following may be of special interest since these are either new or 
have not been offered in recent years. 
EDA 6210 The Junior College Movement, 2 s.h. 
The junior college in the United States with attention to problems of 
philosophy, curriculum, and operation of junior colleges in Illinois. 
Prerequisite: Eight semester hours in education and psychology or 
permission of the instructor. 
EDA 6820 Seminar: Interdisciplinary Approach to Educational 
Administration, 2 s.h. 
Examines the contributions of the behavioral sciences and the humanities 
to the study and practice of educational administration. Provides an 
opportunity to integrate material derived from related area courses. 
Prerequisites: Admission to Ed. S. program and completion of at least 
eight semester hours in related academic disciplines. Permission of the 
instructor. 
EDG 5891 Career Counseling, 3 s.h. 
A survey and practice course devoted to specific aspects of career choice 
and work with individuals in a counseling situation. Prerequisites: 
Educational Guidance 5890 and 5720, or permission of the chairman of 
the department. 
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SCHOOL DISTRICTS, OMBUDSMEN, AND PUBLIC EDUCATION 
DONALD G. CHRIST 
Education in the United States, while 
attempting to respond to the conditions on 
school and college campuses, has undergone 
some very rapid changes in the area of internal 
relations. In many instances the institutional 
bureaucratic structure has grown overly 
complex and unresponsive to the problems of 
its students, faculty, staff, and administrators. 
Since functionaries minimize personal 
relations and resort to categorization, the 
peculiarities of individual cases are often 
ignored . . . Stereotyped behavior is not 
adapted to the exigencies of individual 
problems. (1 :202) 
There has been, across the nation, a general 
response to this growing problem created by 
the expanding school, college bureaucracy. The 
campus ombudsman has emerged as a new force 
to deal with impersonalization and lack of 
responsiveness found on many campuses. 
In the best of worlds, there would be no 
need for an Ombudsman, for all public 
servants and all faculty members and employees 
of universities would be doing their jobs 
perfectly. Until that world arrives. however, 
trouble-shooters, whether called Ombudsmen 
or not, will be needed. (2:iii) 
The word ombudsman is new to education. 
Its origin dates back to 1809 in Sweden when 
the office j ustitieombudsman was created to 
examine complaints involving civil matters. The 
J .0., as he is sometimes known, acted as the 
people's advocate. The eventual importation 
and application of the concept in the United 
States evolved from the Scandinavian role 
model of people's advocate. 
The concept came to the college campus in 
1965 at Simson Fraser University, in 
Vancouver, British Columbia. In 1966, at 
Billings, Montana, Eastern Montana College, 
under President Stanley Heywood, appointed 
George Gloege the new acknowledged first 
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ombudsman in American higher education. 
The late 1960's hosted the emergence of a 
new awareness and concern for individual rights 
both in society and on our nation 1s campuses. 
Students and faculty alike became embroiled in 
issues related to Vietnam, Kent State, and a 
voice in the governance of the institution of 
which they were a part. The lack of access to 
the administration and the fragmentation of 
administrative responsibility compounded the 
problems of the students and others seeking 
redress of grievances or solutions to problems. 
The frustrated cry, 11you can't fight city hall,![ 
was heard again and again. (3:20) 
Many institutions were demonstrating 
growth pains, both physically and 
bureaucratically during the late 60's. The 
student seemed to be incidental to the process 
of education within the schools and colleges 
and they did not like it. Many campuses 
experienced unrest and destruction during this 
period.(4:17) 
The early 70's only seemed to intensify what 
had gone before. Campuses closed to 11 rap and 
reconstruct'' in the aftermath of May 1970. 
Institutions virtually closed their doors in many 
cases as a result of the unrest_ Ohio State. 
Southern Illinois University at Carbondale, and 
many others attempted to realize the impact of 
their closure by surveying student and faculty 
opinion. (5: 15) 
Some institutions prior to this time were 
attempting to anticipate problems. The 
ombudsman was viewed as some type of 
solution to the impersonal nature of the 
institution and possibly an answer to student 
unrest. Some 48 institutions had ombudsmen 
or ombudsmanlike offices prior to May of 
1970. (6:206) Of that number, only 19 
indicated unrest as the major factor in the 
institution of the office. Jansen's study did not 
substantiate a direct correlation between the 
unrest and the initiation of the office. (7:207) 
The above fact does not preclude the need to 
examine new approaches to the pressing needs 
within our institutions for more responsive and 
responsible people. Effective communication is 
becoming one of the most important parts of a 
school or college today. The ombudsman may 
be viewed as an internal P.R. man who has the 
ability and authority to move within the 
various circles of a campus community .(8: 178) 
In essence, he or she becomes a super 
communicator. 
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■-------------------------------------The ombudsman concept is a new approach 
to communications in the educational sector of 
our society. Post secondary education has 
made use of a version of the concept adapted to 
the needs of each institution. School districts 
are following suit cautiously. The underlying 
theme of the office is effective communications 
at all levels. 
There exists, today, justification for the 
establishment of a special office within each 
school district with the primary responsibility 
for listening to parents complaints, teacher 
gripes and student related problems. Such an 
office would act as a release valve for both the 
people involved in the system (students, 
parents, teachers) and the superintendent. The 
people would have someone to go to with the 
knowledge that their problem, if found valid, 
would be investigated further. In the case of the 
superintendent, he would again be able to 
direct his efforts to the system and his assigned 
duties. 
The use or suggested use of an ombudsman 
within a school district is not a new one. 
Howard J. Grossman, in 1967, addressed the 
''Powers of School District Ombudsman" in an 
article entitled, "Do School Districts need an 
Ombudsman?" (2:6) The general comments in 
the article closely followed the Scandanavian 
model in terms of the powers of the 
ombudsman. One of the many important points 
made in the article was that, "The ombudsman 
concept deserves to be experimented with by 
those school districts confronted with the 
problems facing many urban communities, that 
is, being responsive to citizen needs." (3:7) 
This approach to more effective 
communications has been attempted in only a 
few cases to date. Rockford, lliinois appointed 
"a full time salaried ombudsman and two field 
assistants" some time ago. The role of the 
ombudsman in the Rockford school district was 
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that of a peoples advocate responding to 
legitimate complaints by direct or indirect 
involvement. (I :14) 
When considering such an experiment within 
a school district the most important factor 
involved in the process is the man or woman to 
ftll the position. Above all other considerations 
he or she must be a skillful communicator. The 
major tool or weapon, as the case may be, is the 
ombudsman's ability to effect or modify 
behavior by the use of persuasion. In almost 
every article published to date, persuasion was 
mentioned as an important skill and as an 
effective tool. 
The school district anticipating employment 
of such a person would be well advised to 
review the literature and seek out expert advice 
pertaining to the selection of an ombusdman. 
In each district there would exist differing 
needs or objectives to be met. The ombuds 
would be unique to the system in which he or 
she operates. One word of caution at this point. 
The underlying concept of the office of 
ombudsman should remain consistent with the 
original historical Scandinavian model. In brief, 
the mod el for the selection of the ombudsman 
should reflect the following qualities: 
A person of integrity, with some legal 
ability, knowledgeable in the area of 
education with a background in teaching 
and administration, well respected by his 
or her colleagues, responsive to students, 
parents, teachers, administrators, and 
other people interested in the school 
district and finally, the ombudsman 
concept and its application in the United 
States. 
The last quality is the one most often 
ignored when an institution or agency 
establishes such an office. The new ombudsman 
cannot pronounce the title much less provide 
background information about the concept. All 
too often the role of the ombudsman is defined 
within its local context. As Humpty-Dumpty 
once said, ''When I use a word, it means just 
what I choose it to mean~either more nor 
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less." (4:64) 
Once in the position the person will probably 
be swamped with work until the novelty wears 
off. Along with the normative work load the 
new ombudsman will become involved in 
written and verbal communications regarding 
his or her job. This is the point where the 
skillful communicator becomes an effective 
ombudsman. 
He or she, as ombudsman, will be involved in 
two roles at the same time. One reflects the 
local situation and the other a national trend .. If 
the person can be effective at the local school 
district level and perform the duties assigned, it 
will reflect well on the concept of the 
ombudsman even though the traditional model 
was not adhered to. This concept and it's 
United States adoptions are in an eITl)ryonic 
state when one considers the possible use in 
education, government, industry and any other 
reasonable application. 
The people selected to ftll the many and 
varied applications of the concept. have 
generally acted responsibly. It is most 
important that any organization, agency, or 
group responsible for the selection of an 
ombudsman be familiar with the philosophy of 
the ombudsman concept. 
Thus far the ombudsman office has gained 
widespread popularity at the post secondary 
level in public education. In 1969 there were 
fourteen practicing ombudsmen in higher 
education. (5 :86) By 1971, 62 institutions were 
identified as having an ombudsman or 
ombudsman~ike office. (6:265) In 1972, a 
study was conducted pertaining to the selection 
and status of the ombudsman in post secondary 
education. Public and private schools were 
included. At that time, more than 46 public 
institutions had an ombudsman or 
ombudsman~ike office .. The private sector was 
represented by more than 19 institutions with 
ombudsmen or similar offices.(7:41) 
It would seem that the institutions initiating 
the office were attempting to seek out new and 
more responsive means of commwricating with 
their publics. In far too many cases the office 
and the person or persons were not guided by 
the Scandinavian model or any other model. 
The office, in some cases, became a special 
purpose office with very little authority or 
respecL On the other hand, many such offices 
were found to be effective in providing a 
receptive ear to problems brought forth by 
students, faculty, townspeople and 
administrators. Those problems of a recurring 
nature were examined and recommendations 
were made to remedy the situation by a change 
in procedure or policy. 
If it were not for the person, as ombudsman, 
and his or her skill in persuasion 
(communications) the office would become a 
dismal failure. Some schools suffered from this 
very problem. 
It is interesting to note that not all schools 
discontinuing the office were suffering from 
ineffective ombudsmen. Quite the contrary. 
The office was probably initiated based on the 
current trend rather than on need. These offices 
did not persist because of the healthy attitude 
held by the faculty, students, townspeople and 
administrative staff. Generally speaking, when 
there is effective communications, 
understanding, and compassion, the need for an 
ombudsman diminishes totally. In the larger 
institutions and schools there exists a greater 
possibility for a breakdown in communications. 
People seem to have less time to spend in the 
quest of understanding their fellow human 
beings. In such a case, the ombudsman becomes 
the conscience of the administration, the watch 
dog and the protector citizenry of human 
rights. He or she becomes omniscient, 
omnipresent, omnipotent, and probably 
omnivorous because of a likelihood that he or 
she may chew out almost anyone if the 
situation justifies it. 
The office of ombudsmm is not a necessity in 
a school district, a college, or in a university. If 
everyone were to practice human 
understanding, compassion, and effective 
communication, all at once the need for an 
ombudsman would no longer exist. Until that 
day arrives schools, colleges. and universities 
will continue to seek out new and creative 
means to communicate with its many and 
varied publics. The ombudsman concept is 
alive, well, and flourishing in the United States. 
On May 17, twelve Eastern student teachers and their overseas supervisor, 
Dr. Robert Zabka, Director of Student Teaching at Eastern, left campus 
enroute to Brighton College of Education, Falmer, England, for a 
one-month study trip with special attention to student teaching and 
comparative structures and procedures in British Education. The students 
will receive three semester hours of practicum credit by devoting three 
weeks to student teaching in Brighton area nursery, infant, and secondary 
schools culminated by one week of individual study. 
RESPONSIBILITY EDUCATION 
The State Board of Education, at its April 8, 1976 meeting, adopted the 
following resolution: 
The State Board of Education endorses the concept of education 
for responsibility and directs the 1.O.E. to work with local school 
districts, educational organizations, universities, foundations and 
other interested citizens in the development of curricular models, 
materials and in-service training programs to further this goal. 
Discussion and passage of this resolution by the Board was based on a 
position paper submitted by Dr. Joseph Cronin, Superintendent, 1.O.E. 
Cronin's paper defines education for responsibility and stresses the need 
for a curriculum in which attention is given to the basic "3 R's" plus a 
renewed and vigorous emphasis in terms of social attitudes and values. The 
goals of Responsibility Education are to develop within young people 
economic understanding, divergent thinking skills, occupational 
competence, ability to cope with and adjust to change, ability to 
communicate effectively, concern for nature and environment, knowledge 
of law and authority, and knowledge of health and safety hazards. 
Specifically, Responsibility Education is calling for work-study, 
school-practicum, and community based education programs that stress 
internships and real service by young people to other agencies. 1.O.E. staff 
report that a curriculum thrust is being planned in this area for the next 
eighteen months and they are developing support programs in the areas of 
administration, planning, consultation, and funding. 
On May 6 and 7, simultaneous conferences in Chicago and Springfield, 
heard members of the 1.O.E. present the design of Responsibility 
Education. In Chicago, Dr. Cronin and members of his staff spoke to 
representatives from approximately fifty local education agencies and 
encouraged them to plan various Responsibility Education projects for 
Fall implementation. In Springfield, Lyn Wharton, of the 1.O.E. staff, 
presented the model to members of the Illinois Curriculum Council who 
endorsed the project and encouraged the 1.O.E. staff to proceeed with its 
plans. These meetings formally signaled the beginning of communication 
among citizens interested in the future of education and who want to 
become involved in a "new direction for schools." 
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JOHN MILTON GREGORY 
PAUL WARD 
John Milton Gregory graduated from Union 
College in 1846. After a brief period of 
teaching and studying law, he was ordained to 
the Baptist ministry in I 847 and served in 
pastorates in Hoosick Falls, N.Y., and Akron, 
Ohio. In 1852 he took charge of a private high 
school in Detroit, Mich., and joined the 
newly-founded Michigan Education Association 
in 1853. He became founder and editor of the 
Michigan Journal of Education, served as 
superintendent of public instruction in 
Michigan from 1859 until 1864, when he 
refused reelection to accept the presidency of 
Kalamazoo College. 
In 1867 he bacame the first regent 
(president) of the Illinois Industrial University 
(now the University of Illinois). For thirteen 
years he sought to build up "a true 
university .. .its central educational courses, 
while equally broad and liberal...to be selected 
to fit men for the study and mastery of the 
great branches of industry, rather than to serve 
as introductions to the study of law, medicine 
and theology". ("First Annual Report of the 
Board of Trustees, 1868, 48-49). 
In 1880 he resigned as regent, after which he 
devoted several years to travel, writing, and 
public service. In 1881 he served as president of 
the State Board of Health. He later served as 
superintendent of the educational work of the 
American Baptist Home Mission Society. From 
1883-1885 he was a member of the first United 
State Civil Service Commission. 
His writings include two books, A New 
Political Economy (1882) and The Seven Laws 
of Teaching (1884), numerous published 
articles, and addresses on educational subjects. 
Following five years abroad he spent his last 
years in Maryland, California and Washington in 
religious, community, and literary work. He 
died in 1898 in Washington, D.C. 
ADVANCE NOTICE 
On June 10 and 11 Frank Dick, President of the American Association 
of School Administrators will be on Eastern Illinois campus. Dr. Robert 
Shuff is planning a no-host luncheon on Friday, June 11 for Mr. Dick and 
for members of the School of Education who wish to attend. Mr. Dick, 
who in addition to serving as president of AASA is also Superintendent of 
Schools in Toledo, Ohio, will speak at a dinner for area school 
administrators and all interested visitors. 
On June 18 Nate Blackman, Principal of Metro High School in Chicago, 
an alternative inner-city high school, will be on Eastern Illinois campus to 
meet with education classes and with students interested in teaching in 
the inner-city of Chicago. 
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